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The literature on performance-based teacher education

(or competency -basod toachor education) is now vast. It

tangos from (1) "it happened hero" articles and monographs

(Burke, 1972; Dodl, 1972; Cotz, Konnedy, Piorco, Edwards,

1 Ehaoobro, 1973; Houoton & Howsam, 1974; Parkor, 1974;

Shoarron & Hohnoon, 1973; Sybouts, 1973) to (2) "how to"

bocko (Cooper & Wobar, 1973; Houston, 1972; Houston & How.

son, 1972; Popham & Bakor, 1973) to (3) pronouncement's by

commissions end committuas (McDonald, 1974; Rosner, 1972)

to (4) apeciel journal issues on the topic (Journal of

Toachor Education, Fall 1973; Phi Delta 1439222, January

1974) to (5) directive, from State Education Departmento

(Cottsagon & Milgrim, 1973; Graenhouie, 1974; Now York

State Education Department, 1972o; Now York State Education

Dapartmont, 1972b; Now York State Angonts, 1972;.Wiloon

Curtis, 1973).

For the most part, ths tarns compstence and perfor-

m anca aro being used interchangeably. The January 1973

1Papar prepared for the Annual Meeting of the American
Educational Research Association, Chicago, April 15-19, 1974.
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Issue of 17gri, for ama.7,ple, carried two articles

about now *eacher education progrevia a* the-University of

Nebraska end Illinois Pee University. On article wet

entitled "Performance-Based Teacher Education: Doss it Asko

s Vifforence7" (Sybouta, 1973) and the other was captioned

"from Traditional to Competency-Based Teacher Education*,

(Getz, Kennedy, Pierce, Edwards, and Ch,mobro, 1973), but

both trticles appear to be dealing with the same concept.

By the time the Kt12211 put out Ito aJecial Jesup on the

subject this Januory, it hod combined the two terms for

this movelent (cbto and pbto) into a singlo cover -pago

acronym: EtPBTE.

ressanstiacknowludgea that some pooplo prefer the term

porfornanco based rathor than competency booed. Ho suggest*:

there are arguments which support both viewpoints.
to this paper, the term com etencv-based teacher
education is used . . . (moues mp Os a -
rerGitrr7f quality for toachor behavior (perfor-
mance is essentially a neutral concept). (Massa.
nari, 1973, p. 244)

Dod1 also acknowledges that recent literature has pro-

duced several definitions of Empatenet, and that such variance

in definition is not without problems. His position is that

CBTE's purpose is to prepare teachers who con -
patently perform teaching functions. Performance
includes producing desired results on the part
or learners taught (Dodl, 1973, p. 194).

Thera is quite a difference in .usfalaaa being the

neutral term Massannri spea!<s of and cerformance including

student achisvement.



.3.

$chelock takes a hierarchical approach, assigning the

lebols ja, function, Activity., task, and action to descend-

ing levels in the hierarchy. Competency than is tha &won-

*treed ability to perform to criterion at function and job

levels, while tha tare skill is wood to rear to the ability

to porform at each level (Schalock, 1973).

Houston seeks to note a difference botwoen conotence

and performanco by giving an illustration:

When one analyzoo tho performonco of a violin
soloiot at the symphony, curtain ekillo bocomo
apparent. He must be able to road muoic, proper-
ly handle the bow, tno the instrument, and
hove a curtain otago ordeenco. So must the be-
ginner at the oovnnth grade concert. The W.f
feroncos are in the critoria which pre'LIFEITriblo
for an adequate parrormanco. wnat is wore than
adaquate in one inotanco is unacceptable in
anothar. (Houston, 1972, p. 21)

While tho above example is cloar, it is not cloar that

Houston is able to continuo to distinguioh between competence

and porformanco in tho rest of the book on strategies and

resources for dovoloping a competency -based toachar.oduca-

tion program.

Finally, to city just one other writer on this matter,

Howell hints at thoro being a difference in the terms--

competence and performanca--but summons only dictionary

definitions, current usage, and common sense in arguing

the case. (Howell, 1971, pp. 3-5)



More is a strong ngsd thgn for a reconc2;:fuallzstion

of the tarns 11221.21=12 and gafootmcg. inda4d much or

the writing on tho dovolopiont of compotoncy-booed (pot-

formonco-besed) toachor education programs would bo elector

if fh000 basic notions wars clarified. This paper thus sooko

to proaant a reformulation of th concopto of cotpatonco and

porfortanco in toachor education.

One approach in thoory construction is what has coma to

bo called "thoory translating"--a procoduro in which oxiot-

Ing thoorie2 and modals similar to the kinds of thoory

needs'd in a now domain aro translated or substitutod in

whole or part. Snow has ouggosted that significant dovelop-

wont of thoory and rosoench rulotod to toaching might ba

obtained through wider u30 of this technique (Snow, 1973,

p. 100).

Maccia and hor colleagues have made sovoral attempts,

for exempla, to modal educational thoory on thoorioo drawn

othor disciplines Vaccine Maccia & Jowott, 1963).

Copan-system theory as a concoptual language for undorstanding

and deocribing many kinds of phonomona--although originating

with von Borcolonffy's work in biology - -has boon borrowed

quito oucceoofully by Katz and Kahn as an approach to undar-

standing organizations (Johnson, Katz, and Rosenzweig, 1967,

pp. viii-ix).



The goeI 0 this paper than is to borrow from the field

Or linguiotica a nuiber of existing concepts (approximately

ten concepts, in fa:t) to aid in theory construction with

respect to teacher education. It enema reaeonabla to do

this, oinco much of the work of the loaf ten yearn on teaching

behavior has focused on the language of the classroom anyway.

(Dellack, Kliebard, Hymen, A Smith, 1966; Flandero, 1970;

Westbury & 9ellack, 1971; Travers, 1973).

One can think about language in either of two ways.

There are, first of all, actual cote of :spanking and hearing,

taking placo in time, subject to various distractions, limited

by memory, and the general weaknesses of the human being.

Those were called actos do parole by do Saunsure (de Saussuro,

1916) and performance by Chomaky (Chomsky, 1957).

The second aspect of language is the knowledge of syntax,

meaning, and sound that makes performance possible. Do

Saussure called such knowledge lar231Le and Chomsky has called

it competence,.

A sharp distinction between competence and performance

has thue been traditional in linguistics since de Saussure's

Coura de linguistique generale and was first drawn at least

as early as the eighteenth century (McNeill, 1970, p. 145).

Competence, then, in linguistics does not have tho

colloquial meaning of "adequacy." Rather, it is a technical

term, and as used by Noam Chomsky it refers to the non-

conscious, tacit knovJledge that underlies behavior (Cazden,

1972, pp. 3, 299).
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Hynes uses the term "comunicative competence" for the

nonconscioue, tacit knowledge underlying communicative)

behavior, including both knowledge of language in its usual

and narrow sane* of syntax, phonology, and somantica, and

knowlsdga of tha social world and of rules for using language

In that world so that speech is both appropriate) as well as

grammatical, creative both linguistically and auciolinguia-

tically (Hynes, 1971).

The distinction between a theory of compatanco (a gram-

mar) and a psrformanco modal is particularly relevant,

according to Chomsky and Halle, to tho discuoaion of vowel

reduction.

In actual opaoch, the reduction of vowale in de-
termined not only by tho functioning of tho under-
lying grammatical rules, but also by a variety of
other factors (spaad, casualness, frequency of use
of the item, predictability in a particular context,
etc.). These factors interact in complex and not
very well-understood ways to determine the extent
and placa of vowel reduction, and they result, as
well, in many other modifications of underlying
granmatically determined forms (slurring, consonant
elision, etc.). The grammar, itself, here as al-
ways, g;:nerates only an idealized representation.
A theo:y of performance will necessarily incorporate
the grammar, but will also attempt to study the
many other factors that datermins the actual physi-
cal signal. (Chomsky & H311e, 1958, p. 110)

The grammar of a language, then, as conceived by Chomsky,

is en idealized description of the linguistic competence of

nativa speakers of than language. Any model cf the way this

competence is put to Uso in actual aerformunce will have to

take into account such f2ci-ors as memory limitations, Lima
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reetricsioes, etc. (Lyona, 1970, p. 94). ReCaluil0 a 121,01ar

is ccncerned with keowleeie, not behav:.or, factors that are

islportent to perfemeece can ba disregarded wnen thinkieg

ebout competence (McNeill, e. 146).

Competence, on the one hand, then, 14 an idealiiitiont

en abstraction away from pelformence (Chomsky, 1965). Theories

of performance and competence, therefore, deal with different

topics. A grammar is not a receipt, for producing sentenced.

That receipt) will be given by a theory of performance. In-

deed, says Miller, the problem for a theory of performance

is to explain just how the information represented by a gram-

mar is realized in actual rcts of speaking and hearing (Miller,

1962).

Performance, on the other hand, is linguistic behavior,

either encoding or decoding speech. At the prevent time,

there are essentially no theories of linguistic performance.

Indeed, there is only the most tentative knowledge of the

relevant parameters of such a theory. (McNeill, 1970)

The distinction which Chomsky and his colleagues draw

between competence and performance then is one between the

sentences generated by a grammar and a sample of the utter -

ances produced, in normal conditions of use. Chcmsky himself

straoses that many of the utterances produced by native

speakers (samples of their " performance") will, for various

reasons, be ungrammatical.

This distinction, says Labatt, is particularly sharp

when comparing the child's underlying competence and his

performance:



every good teacher knows that whet a child says
in claee is determined by many factors besides
his knowledge of English. His knowledge is an
abstract, often unconscious pattern which nay
or may not be activated by . . . (Labov, 1969,
p. 9).

It should be pointed out that there are those, such

as Lyons, who suggest that although a distinction between

competence (the speaker-hearer's knowledge of his language)

end performance (the actual use of language in concrete

situations) is undoubtedly both a theoretical and a methodo-

locical necessity, "it is by no means certain that Chomsky

himself draws it in the right place" (Lyons, 1970, p. 130).

To some extent, Chomsky, in his more recent work, con-

cedes Lyons' point:

It must,incidentally, be borne in mind that
the specific _o_2Eadtence-mance delimitation
provided by a-briiiiiii-irhypothesis
that might prove to be in error when other factors
that play a role in performance and interrelation
of these various factors came under investigation.
Although this is not usually a serious problem in
grammatical study, it does become a real issue
when we turn to low-level phonetic processes such
as those we are now investigating. Since other
aspects of performance have not been systematically
studied, our attempt to delimit the boundary of
underlying competence by providing specific rules
for vowel reduction must be taken as quite tnnta-
tive. When a theory of performance ultimately
emerges, we may find that some or the facts we are
attempting to explain do not really belong to gram..
mar but instead fall under the theory of performance,
end certain facts that we neglect, believing them
to be features of performance, should really have
been incorporated in the system of grammatical
rules (Chomsky & Hallo, 1968, p. 111).

Linguistic theory then is concerned primarily with an

ideal speaker-listener, in a conp]stely homogeneous speech



community, who knows his language perfectly and in unaffected

by such grammatically irrelevant conditions as memory limita-

tions, distractions, shifts of attention and interest, errors

in applying h:s knowledge of the language in actual perfor-

mance. Only under such an idealization is performance a

direct reflection of competence, says Chomsky (Chomsky, 1965,

p. 4). In actual fact, Chomsky points out, it obviously

could not directly reflect competence, since a record of

natural speech will show numerous false starts, deviations

from rules, changes of plan in mid-course, etc.

Linguistics also distinguishes between the observational

adequacy and the descriptive adequacy of a grammar. A gram-

mar is observationally adequate, says Dale, if it accounts

for, that is, generates, the sentences that have been observed.

A descriptively adequate grammar, on the other hand, is cap-

able of these accomplishments in a way that agrees with the

competence of native speakers (Dale, 1972). A descriptively

adequate grammar, thus, goes beyond the actual sat of sen-

tences that have been observed and makes predictions.

There is the related problem of sampling. Does the

absence of item from a person's speech mean that ha can-

not produce it or merely that he has not found it necessary

to produce if? It is difficult, nodes Dale, to decide also

if an obsezved difference between a child's speech and adult

language is due to different competence or to performance

factors (Dela, 1972).



Lenguoge acquisition, a lino of inquiry pursued vigor-

ously by Brown and Bellugi (Brown 8allugi, 19S4; Ballugi

& Brown, 1964), Carol Chomsky (1969), Cazden (1965, 1957,

1968), Monyuk (1969), Slobin (1967, 1970), and others touches

both sides of the langue vs. parole (competence- performance)

construct. A confusing paradox exists in this connection.

There is general agreement that grammatical performance is

based on grammatical knowledge, and simultaneous agreement

that explicit teaching of that knowledge has no effect on

that performance (Cazden, 1972, p. 240; Mellon, 1969).

Cazden sees in this paradox the implication that neither

practice for practice's sake, nor maxims for maxim's sake,

will suffice. Both have to serve a personal purpose, an

intentionality that alone provides the personal meaning which

binds the parts into the whole (Cazden, 1972, p. 242).

Thit, interpretation seams to be in keeping with Polanyi's

view of how items are incorporated into personal knowledge

end thereby assimulated into skilled performance (Polanyi,

1S64).

Polanyi notes the disorganizing effect caused by switch-

ing our attention to the parts of th, whole:

ay next example, which is the giving of a speech.
It include:: five levels; namely the production (1)
Of voice, (2) of words, (3) of santoncos, (4) of
style, and (5) of literary composition. Each of
these levels is subjec!. to its ov4n a3 pre-
scribed (1) by phonetics, (2) by lexicography,
(3) by grammar, (4) by stylistics, and (5) by
literary criticism. These lovals form a hierarchy



of comprehensive ontitioe, for the principles
of each level oporate under the control of the
next higher level. The voice you produce is
shaped into words by a vocabulary; a given
vocabulary is shaped into sen*ences in accord-
ence with grammar; and the sent emcee can be
made to fit into a style, which in its turn
is made to convey the ideas of a literary owl.
position. Thus each level is subject to dual
control; first, by the laws that apply to its
elements in themselves end, second, by the lava
that control the comprehensive entity formed
by them.

Accordingly, the operations ofe higher
level cannot be accounted for by the laws govern-
ing its particulars.forming the lower level.
You cannot derive a vocabulary from phonetics;
you cannot derive the grammar of a language from
its vocabulary; a correct use of grammar does
not account for good style; and a good style
does not provide the content of a piece of prose.
We may conclude than quite generally . . . that
it is impossible to represent the organizing
principles of a higher level by the lave govern-
ing its isolated particulars (Polanyi, 1966, pp.
35-36).

Chomsky likewise notes the absurdity of regarding the

system of generative grammar as a point-67-point model for

the actual construction of a sentence by a speaker:

It would clearly be absurd to suppoea that tho
"speaker" of such a language, in formulating an
"utterance," first selects the major categoeies,
than the categories into which those are analyzed,
and so forth, finally, at the end of the process,
selecting th© words or symbols that he in going
to use (deciding what he 13 going to talk about).
(Chomsky, 1965, p. 140).

To think of a generative grammar in +hese terms, says Chomsky,

is to take it to be a a22219121Elalanals rather than a

model of competence, thereby totally mieconcoiving its

nature.



.12.

As Mal' contemporary lingulata would palm, out, a un.

orotivo gra:I-star as it stands is no more a nodal of 'the

epreker than it is a model of tha hoarar. Rather, as has

been repeatedly emphaaized, it can only be regarded as a

characterization of the intrinsic tacit knouledoe or comps"

tenets that underliaa actual porformanca.

In addition, within the developmonPal matrix in which

knowledge of the entence* of a language is acquired, children

also acquire knowledge of a se of ways in which aantancas era

used. from a finite xporianco of apoach acts and their in.

tardapandenca with oociocultural foaureo children (languago.

acquisitioners) develop a general notion of the speaking

appropriate in !hair community, which they than employ, like

other forna of tacit cultural knowledge (compotenco).

The problem for the linguiot, notoo Chueosky, as wall as

for the child learning the language, io to dotormine from the

data of porformanco the underlying oystom of rules that has

boon mastered by ho apaukor- hoaror and that ho puts to use

In actual performonco (Chomaky, 1965).

The question now is - -to what oxtont can this linguistic

model of competenco-par formanca be appliod to toachar b1avior?

Before embarking on that took of theory translation, an in.

pert on becoming a primary tenchor follows u thut tho

writer and reader can have] a oat of four toachar behavior

protocol: over which to jointly muuo.
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OECCMING A PRIMARY TCACHER1

Richard, aged ten, wrote the following piece:

to t h din ai Hchel 039 diet dihai a r di i hand
i male' a r d it hat of itgn ah in non di at
*Top Het et1 Ahat d gn al d on ek h ai ard in
di n al in 1 at d i hot has as hen a at din rd
/ see i sea cat big hand i Mardel ard i sit al
oh en'

and so on for three more lines. He had written
this for a student teacher, Penny, who had taken
him and the rest of the class for a walk in the
moods. In his folder of work for the term there
were other pieces of this, kind. Ha had written
like this every day, day after day, not just for
one term, but probably every day for the last four
years. Why hasn't anyone said, 'Stop!' EnoughI'
Day after day ha is faced with the same brick wall,
and day after day ho hurls himself against it,
fails and knows he fails. No one has taken this
child off the wheel of perpetual failure. No one
has said that whatever else could be tried, it
couldn't produce worse results. Only the unques-
tioning acceptance of the narrowest of traditional
forms of learning could possibly have so stulti-
fied so many friendly and conscientious teachers.

On one of my visits to the school Penny, the
student, had a group of eight children one morning
with some musical instruments she had found in a
cupboard. She asked Richard to play for me, and
even to my ears he seemed to be producing a most
intricate set of rhythms on his chime bar and
drum, which ha had composed himself. The student's
comment on the child was that ha didn't talk to
anyone, was a very 'tight' child, even his lips
were 'tight.' She thought he needed to be talked
to a great deal.

This child is regarded as a school failure. He
would scarcely score anything on any kind of
attainment test. But no one really knows whet he
can do. He is perpetually offered the narrouast
of educational diets, is offered very little al-
ternative other than writing in which he can make
any kind of s*atement about like, but cannot use

1This excerpt by Connie Rosen comes from an arl-.icle
entitled "The Content of Teacher Education" by Connie Rosen
end J. H. Higginson in the Spring 1972 issue of the London
Educational Review, pp. 31 - 36.



writing. He remaine locked within his own tight
world, cut off from those around him in school.
He had undoubtedly been surrounded with innumer-
able words on pieces of card in every classroom
he's been in. But all the word games and phonic
work and reading courses in the world will do
nothing and haVe done nothing to unlock this
child.

It is quits a tall order to provide a course in
a college of education that will produce teachers
with the kind of qualities needed for teaching
Richard. Of perhaps it's really all one quality,
a respect for children. Richard isn't exceptional.
Most children achieve higher standards in reading
and writing than this, but all have a variety of
talents which lie locked away, unknown to them-
selves or the people around them, for the simple
reason that they are never given an opportunity
to use them. The same is true of teachers and
students. Out if We keep our eye firmly on Richard
we can find out what we have to do in college.

It's the connexions that matter. It's a far cry
meeting Richard in school to listening to a
lecture an the functions of education and trying
to establish a connexion between the two. We seem
to bs must batter at putting things into separate
boxes than at establishing relations. It is the
relation of personal meaning to public meaning,
the relation of practice and theory and the rela-
tion between college and school which are impor-
tant.

It would be helpful, for example, if we could ask
the three disciplines to contribute on important
educational controversies such as 'home and school',
-'innovation in the curriculum' or 'language and
learning'. The alternative approach, dictated by
the needs of external examinations, leaves most
studan"s bewildered or bored. They lack the
practical experience against which to judge the
theory, and are unacquainted with the mode of dis-
course fo engage in the discussion at a theoretical
level. Some explode into heated argument when they
sense underlying assumptions disagreeable to them,
and are fold they cannot possibly understand the
full implications of it all.



They are promised exciting revelations by the and
of the course,, and when the gratification apeara
to be indefinitely deferred, they resort to a few
textbooks to give them enough to pass an examina-
tion. They can scarcely do more with such a quan-
tity of material that seems to lack unity, co.
herence or relevance. They do enough to get them
by. They have had plenty of experience in their
previous schooling to know how to do it, how to
engage the enemy, how to keep him at bay, and how
to defend themselves against the mystification.

In the process some become cynical and disenchanted*
while others assume themselves to be too foolish
to cope with such profound ideas. The theoretical
course creates the same kind of bikck wall for many
students that school learning presents to Richard.
It could ensure the perpetuation of the kind of
school learning that Richard has experienced so far.

But what should the course contain? What do we
want them to learn? It is no easy matter to find
out what anyone learns from anything, particularly
in teacher training. The correlation between
learning and teaching, between what people think
they have learnt and what they have actually learnt,
between what a course sets out to do and what it
actually achieves, between short-term and long-term
of is notoriously inaccessible.

Indeed, one might argue that the true significance
of any kind of teaching is that it should indeed
be immeasureable and long term. No diagrams or
models or programmes, however immaculate on paper,
can tell us anything if we don't know who the
people were and how the work was done. It is,
therefore, to the students themselves that I turn
to give their own account of how it was while it
was happening.

Paul, e postgraduate student on a one-year primary
course, chose to do his educatioa study on music
making in school. He called it 'primary sounds'.
Ha worked with a group of seven-year-olds cna day

a week over a period of a term, and the following
are some very short extracts from his study:

(He explains how he took the group of children to
the railway station and horn they recorded all the
sounds they heard on a tape-recorder.) 'The fol-
lowing day we played the tape back. These dis-
embodied sounds, taken out of their environment
and con'axt seemed rather changed from the day
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before. We than decided to take the train rhythm
as our starting-point for our work, end we all
Clapped if out together. This they soon got used
to, an so we practised slowing down and speeding
up, which was a little more difficult and neces-
sitated following a leader or conductor who was
Selected from the group.' They then replaced the
leader with a, heavy drum beat to keep them in time.
'Next came the problem of writing the rhythms down.
This I left entirely to them and they came up with
a series of dots for the clapping and lines for
the drum:

It 0 0 0.100 iO

They then, in their own time, wrote out the whale
train journey, showing the speeding up and slow-
ing down.'

They went on to make a programmatic sequence in-
cluding bell ringing, siren, the train stopping,
doors slamming, the guard's whistle, the train
under fhe bridge, and so on. He left them to
write this down as they wished and they used sym-
bols to represent each sound. He than added some
words and they used the names of the stations for
this, beginning with clapping the names and final-
ly writing these down. 'For the melody line, they
each in turn make a tune for each station name,
using the chime bars C, E, G that were available.
We sang the tune several times until we all knew
it wall and then added the rhythm of the train
once more, which led to the whelp piece being per-
formed again with the tune added. One girl spent
all her break time practising the tune on the
chime bars so that she could play it with us,
soon followed by another girl on the xylophone,
so these were given solo places before and after
the singing.'

Paul goes on to explain how they wrote down the
tune that had bean composed and then quotas one
of the children commenting on looking at the
final 'score' that it was just like 'real' music,
His °ern comment was: 'The result of this work
was a real piece of music which Was created direct
from observation. The children had previously
done no music at all except a little singing.
None was more able than the others. It was only a
start, but just that short while spent an it
seemed to spark off en interest in such activities
and a greater aweraness of sounds.'
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This example of shared learning occurred in the
making of a piece of music, Both children and
student made something they had never made be-
fore, and certainly no one would have suspected
that the children would have been capable of
doing such a thing. But the learning is also
shared by the whole group of students in college.
It is significant enough to be discussed at a
Variety of levels. Do we in fact only work
from the children's own interests, waiting for
some child in the class to prompt some work on
his own interest in Roman coins or stamps or
fooball?

What did the teacher offer? Has he contribu-
ted to the children's interests, aroused curio-
sities, stimulated them to new efforts? How
much did they participate, make suggestions,
offer ideas of their own? Some very curious
end contradictory statements are made about
'discovery', 'activity', 'play', 'child-centred
education', 'learning', 'the role of the teach-
er' and all the rest of it. One must learn how
to test these statements against one's own ex-
peeience. The problem is to create enough
situations of this kind so that students will
achieve this kind of result.

Paul couldn't have learnt it if he had taken
forty children to London Airport or a group of
eighty children for hymn singing in the hall.
Paul's experience provided an opportunity to
learn something in depth. It is strange how
often students are placed in such very un-
productive situations. But this is teaching in
microcosm (not micro-teaching!). In order to
carry out this kind of learning students need
a considerable amount of support and help from
college tutors and teachers, particularly in
schools which do not encourage this approach.

Something of the same kind of learning and
teaching can be seen in the account of another
postgraduate primary otudent, Valerie. She was
working with a group of seven-year-old children
on number. On this occasion a group of students
with the tutor 'took over' the whole of three
seven-year-old clessee in a junior school for
one afternoon a week throughout a term. What
the students did in school affected what they
did in college. The talk, the reading, the
making of the number apperatus and the partici-



patron of the teachers both in school and in
college were related to their meetings with the
children. The teachers saw the students in
school with the children, came to talk and work
with them in a maths workshop in the college
and brought other items of children's work with
them for the students to discuss. Valerie
writes of one occasion:

'I was pleasantly surprised to be welcomed by
the children, who obviously remembered ma. We
began straight away by each counting out the
beans from a pile. Then the children "grouped"
them in as many different ways as they could
think of and wrote down the results. Only two
of the children found all the variations with
two groups. The other two children branched
off info three and four groups. The fifth
child, Keith, could not manage this, so we prac-
tised counting and then re-arranging and count-
ing. .

'With the others I tried to 'help them to draw
a conclusion from their work - "How many 4s in
100?" Although they could tell me how many
squares they had coloured, they did not see the
connexion, so I think I was going too far. 1

think all the children need quite a lot of
practice in simple arranging and grouping of
numbers up to 25. . . . Stephen and Judy worked
their way through a couple of work cards, using
the number track to help them. They were keen
to try adding the numbers in their heads, but
after making mistakes which would have been
avoided had they used the track, they went back
to using it. Kevin had practice in count-
ing and grouping numbers of beans. He trims to
understand Conservation of numbers but had dif-
ficulty in matching "one to one". Ha is con-
fident of numbers up to 10, but after this he
becom ©s very muddled unless he is counting
straight on from 1 to 20. He made the lines
the same length without regard to the actual
numbers. . . He cannot distinguish 14 from 41
and other such numbers.'

It takes a long time to teach students how to
recognize individual differences in children
and how to adapt one's teaching to this. It

takes a long time to learn that class teaching
has vary limited value and can be used only on



some occasions for some purpooes. It also takes
a vary long time to teach students how to at up
group activities in a classroom and the purpose
of if. Building the confidence and ability to do
this depends on many things, but it scarcely can
be done by tutors or teachers who have not ex-
perienced how to do it themselves. So much of
this depends on the kind of exchanges that are
taking place between everyone concerned. It also
seems to take a long time to learn that communi-
cation is supposed to be a two-way process even
in schools. Christine, another student on the
one-year course, finds her own way of doing it:

'During the last part of the morning I had a
fascinating conversation with Michael P., Matthew
and Michael W. Matthew happened to say that he
had seen a play where a woman tried to get in
touch with the spirit of her dead husband through
a medium. He said he thought that life didn't
come to an end at death but we ware reborn,
possibly in another shape. Michael P. said he
didn't agree - after death we would be like the
piece of paper he was writing on - thoroughly
dead with no spark of life. Michael W. said it
was possible that the world was just a dream and
when we died we would wake up. They all agreed
that they would never know the truth, but this
did not seem to worry them unduly.

Than Matthew said that in a sense we could never
die completely because when we did we eventually
became part of the soil after burial and decay,
which than would produce grass, which would be
eaten by a cow, who would give milk to someone
to drink. Therefore, when we drank our milk, we
might be drinking part of somebody. This, again,
did not worry them. If was time to go then, but
I heard the conversation continuing as the boys
went out.'

Part of the ability to learn about others is
learning about oneself. I am not asking for
formal courses on self-analysis, introspection
or self-criticism, but if one had the imperti-
nence f.o ask students, one might easily judge
the value of the course by the kinds of self-
awareness it had prompted. Penny and Paul and
Valerie and Christine are learning something
about themselves as well as about the children.
Thay.do it by encouraging them to use their own
talents and abilities and personalities.
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In the short space of an article it is not possible
to explore the full technicalities of a course. It
must obviously include enough to give students
help in what they do with children, but the whole
is more than the sum of the parts. It is the en..
gagement of the imaginative and creative qualities
of young people which is the aim. And the key to
it is the nature of the meeting between students
and children. It is the quality of this meeting,
the kind of encounter that is made possible be-
tween students and children which should control
what we do on the course. It is from the point of
View of the authentic moment that we should look
at the kinds of theoretical and practical exper-
iences we are giving to students.

(With acknowledgements to the students of Gold-
smiths' Postgraduate Primary Course and Trent
Park College of Education.)

The above protocols present accounts of particular en-

counters of beginning teachers with primary school children.

In the case of Penny, Valerie, and Christine we have essen-

tially a single episode, whereas in Paul's protocol we have

a string of related episodes in which he continues to carry

his music project a step further each time. What we have

reported above are observations (in some instances self-

observations) of teacher performance. This is how these

four individuals interacted with a group of children on a

specific occasion. It is possible to represent these en-

counters visually with the following diagram (see Figure 1).

It should be clear to the reader that all of these

episodes of teacher behavior are very context- bound. That

is to say, theoe encounfers did not fake place in isolation

but in some specific instructional setting end the} the
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particular children, 4.ho particular school, the regular

teacher, the materials available aro all contributing

variables to the resulting experience. Figure 2 seeks

to portray the teaching performances in their various con-

textual settings.

One might project that, if these four individuals

were rotated among the four settings, at least one-half

of the episodes would bs different. Situational variables

in the above accounts appear to be dominant in two of the

cases, while individual interests on the part of the

student teachers seem to be a pivotal force in two others.

In making predictions from one performance to another

the likelihood of making a correct prediction than is not

apt to be greater than .50. Sea Figure 3 at this point.

Our interest is not solely in whether these four par-

ticular episodes would be replicated in new settings, how-

ever. We are more interested in the question of to what

extent these individuals will act competently in any new

Instructional setting. Figure 4 seeks to represent this

larger framework of concern.

It seems plausible now, before presenting a generalized

modal of teaching performance and teaching competence (as

opposed to the individual modals for the four individuals),

to define teaching performancs and teaching competence.

teaching p o anca what f he teacher actually

does, i.e. observable feather behavior
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teechIn9 competence - the underlying, tacit knowledge

which a teacher poseeesse--including knowledge of

content, pedagogy, socio-cultural setting, etc.

To clarify further the distinction between teaching

competence and teaching performance, we will speak just a

little longer from a purely theoretical point of view.

Teaching competence is nut to bo confused with teaching

performance. Teaching performance, that is, what the teacher

actually does, is based not only on the teacher's knowledge

of the instructional content and pedagogy, but on many other

factors as well--factors such as non-pedagogical knowledge

end beliefs, distractions, memory restrictions, fatigue,

availability of instructional materials, etc.

In studying actual teaching performance, then, one must

consider the interaction of a variety of factors, of. which

the, underlying competence of the teacher is only one factor.

We may, if we like, think of the study of teaching competence

as the study of the potential performance of an idealized

teacher who is totally unaffected by such factors. However,

observations of teaching behavior do not necessarily lead to

d statement of the teacher's competence. It is a summary of

his/her performance. moreover, it should be seriously ques-

tioned whether a theory of teaching competence can ever be

developed from tho manipulation of a collection of teaching

protocols.

Teaching competence than should not be viewed as a
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systematic inventory of items but as a system of generative

processes. Competence in teaching implies that the teacher

has in his/her "mind" a number of generative procedures

(whether "innate" or "learned") and is capable of "storing"

and operating upon such "structures" in the course of pro-

ducing specific teaching behavior.

The problem for the theorist, as well as for the begin-

ning teacher, is to determine from the data of performance

the underlying system of pedagogical understanding that

has been mastered by an experienced teacher and that he puts

to use in actual performance. Within the developmental

matrix in which pedagogical knowledge is acquired, beginning

teachers also acquire knowledge of the way in which verbal

and nonverbal pedagogical moves are used. From a finite

experience (their own schooling and the teacher training

experiences provided for them), beginning teachers develop

a general notion of '..he teaching appropriate to their group

of children.

Thus we should see the absurdity of regarding teaching

methods courses as point-by-point models for the actual con-

struction of a .teaching episode. It seems reasonable to

also question whether the same paradox holds true in acquiring

teaching behavior as in the acquisition of linguistic behavior.

We referred earlier in this paper to the fact that there is

general agreement that grammatical performance is based on

grammatical knowledge, but also simultaneous agreement that
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explicit teaching of i'hat knowledge has no effect on

that performance. It may also be true that while teaching

performance is based on teaching competence, it is also

silmultaneously true the explicit teaching of that know

ledge hcs no effect on performance.

At any rate, teaching performance, quite likely doss

not reflect a teacher's knowledge, that is, his competence,

perfectly. As with language performance, it is also dif

ficult to decide if an observed difference between a be

canning teacher's performance and fho performance of an

experienced teacher is due to competence or performance

factors.

We are limited to observod teaching performance. As

with language, there are sampling problems--does the absence

of an item rt.= the teaching behavior mean the teacher cannot

produce it or merely that he did not find it necessary to

produce if?

The observational adequacy vs. descriptive adequacy of

teaching behavior category systems is a question that should

also be raised. A category system is observationally adequate

if it accounts for, that is, generates, the teaching behavior

that has beer, observed. But a descriptively adequate system

should be capable of generating all possible teaching behavior.

Only under idealized conditions can teaching behavior

be taken *0 be a direr` rsflee'ion or teaching competence.

In actual fact, teaching performance cannot ever directly re

flect teaching compeance. Observation or actual teaching



behavior will show numerous false starts, deviations from

plans, etc. Teaching competence, then, is concerned with

en ideal teacher, in a completely adequate classroom, who

knows the pedagogy and content perfectly, and is unaffected

by classroom conditions of crowding, inattention, distrac-

tions, etc.

A distinction between teaching competence and teaching

performance is therefore both a theoretical and a methodological

necessity. Teaching performance is the teacher's actual

behavior in concrete situations. Teaching competence is the

unconscious, tacit knowledge that underlies teaching behavior.

Many or the pedagogical moves of experienced teachers

(samples of their "performance") will, tor various reasons,

be null of errors--because in normal conditions of teaching,

teaching performance takes on features that cannot be generated

solely by teaching competence. It would appear that at the

present time there is only the most fragmentary knowledge of

the relevant parameters of a theory of teaching performance.

The problem is real, of course--just flow the information rep-
.

resented by teaching competence is realised in specific

teaching acts.

Teaching epieodee are they occur in classrooms are also

probably nct single performances but would more properly be

viewed as embedded:

( ( ( p1 ) )132 )f.s

Teachers or teacher candid.eee cannot be called upon to per-

form pi in isolation. I* will be possible, on the other hand,



to col/sct protocols, i.e. observations, but these must

then be "unpacked" ror the purposes of certifying what is

present in the performance and in making conjectures about

the underlying competence of the individual.

It should now be clear that breaking teaching as a

concept up into 1000s of components, looking for these in-

dividually in a candidate, expecting that these are simply

additive, is erroneous. Paul certainly exhibits numerous

teacher performance features that are to be applauded. But

to think that hundreds of students can oe programmed through

a linear sequence such that (with preserverance) they too

will have an encounter with children just like the one which

Paul had Is . . . well, to be blind to the sharp distinction

between competence and performance in teaching.

Your reaction to this Formulation of the concepts of

competence and performance in teacher education depends,

quite likely, on who you are:

the theoretician

the designer (college or consorq.wm)

the performer (beginning teacher)

the supervisor (college or school)

the observer (college or state dept.)

the predictor (college or state dept.)

the researcner

Regardless of which role or combination or roles you must

assume, there are competing frameworks vying for your

attention end loyalty:



the theoretician "competencies" by the score

teacher behavior category systems'...n

a /in uisric model of competence
en per ormance

the designer - field-based vs. collage-based

"competencies" by the score

criterion-referenced measurement

the performer - teacher behavior category systems/...n

"competencies" by the score

Ryan's equation

the supervisor "competencies" by the score

criterion-referenced measurement

teacher behavior category systems
1...n

the observer - teacher behavior category systemsl.
..n

criterion-referenced measurement

the predictor "competencies" by the score

Bayesien analysis

the researcher - teacher behavior category systemsimn

It seem s useful help to make two further suggestions

to help (1) tns performer ana (2) tna predictor to gat a

handle on how to apply this linguistic model of competence

and performance to his own particular point of view.

Ryans, in a classic work nearly tan years ego, developed

a concepual framework in which the teacher system and the

pupil syeem are described in terms of information flew and



procsssing (Ryans, 1965), Ryan., viewed the teacher as

an open, self-organizing and self' -rcgulating systom. The

teacher inrormation processing system culminates in teacher

behavior which is output of the teacher system and input

for the pupil system. Ryans thus sees the overall teacher

behavior of teacher i as being tha resultant of the motivating,

presenting, organizing, evaluating, and counseling behavior of

teacher 1, interacting with the various situation conditions.

He uses the following equation:

tbi = fAtbpli tbeni), (s.1.13

j . P
3

where

(sad
(scull. "'soul, )*

a

...s
lm ), (e/m ),

(111m Lwacon al nj

(s
pblm ...spbim ), (tb ). (e)/

gi gn.
TB

i

tb
i.

= the instrunental behavior (phenotypical)
J of teacher i in teaching situation j.

tb the...tbp_ = teacher behavior patterns of
.i teacher i

s ...s = a currant situation condition
ITIri rl

represented by tha sum totalTiE
J of behaviors of pupil 1... pupil p

(1.0" thn group or clria3 f:r pupilo
p;irtinipui.ing) in teaching situation
j; and where pbn is defined as the

i
sum total of behaviors of individual
pupil n in learning situation j,



s ...s = current situation conditions
ad.'. adn, represented by administra-

J J +ive policies, controls, di-
rections, etc., which must
be `aken into account in
situation j.

scull .s
cul n.

s
im

j

...s

sflb ...s
pblm

91 lm
gn

j

currant situational condi-
tions represented by cultural
rectors which bear on situa-
tion j.

current situational condi-
tions represented by the
learning materials content
(e.g., knowledge, attitudes,
skills, processes . . . )

in situation j.

current situational conditions
represented by pupil behavior
goals or objectives in situa-
tion j.

tb = sum total or feedback re-
715 suiting from behavior or

teacher i in previous teach-
ing situations having ele-
ments in common with situa-
tion j,

error. (Ryans, 1965, pp. 30-39)

Those :ith responsibility for making predictions about

teaching behavior should find Bayesian analysis to be usaul.

Beyesian analysis eilploys probability theory in ths making

of Cacisions (Meyer, 1956; Enis & Broome, 1971; Savage, 1954).

Using the 7neere.71 worked out by the English mathematician

Thomas Bayeswhich demands knowledge of certain a priori

probabilities:
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P(A /8) =
p (As ) p(e/Ai)

:jP(Ai)P(3/Ai)]

i=1

it is possible to determine tha likelihood of an event

occurring.

Let's suppose that, on the basis of his experience,

judgement, and general knowledge of the situation, the

decision maker estimates the probability to be .5, .3,

and .2 for the occurrence of S
19 5 29 and 5

3
respectively

(where 5
1

is a school assignment or position in the South

Bronx and 53 is a teaching job in Bayside). There are, say,

three teacher training programs or courses of action avail-

able to the student: Al, A2, and A3.

Given a priori data on the teaching performance of

previous individuals who have gone from programs AI, A2,

and A
3

to S
1'

S
2'

and S
3'

it should be possible to estimate

or predict the teaching performance of any new student.

The competence-performance paradigm is not a new inven-

tion. It has existed in the field of linguistics for a long

time. It is hoped, however, that its articulation as a possible

modal for teacher education will provide the phenomena of

teaching performance and teaching competence with a theory-

determined place in the teacher educator's field of vision.
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